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STYLES OF SUPERVISORS IN PRE-OBSERVATION CONFERENCES 
 





This study was designed to find out the supervisory styles of a novice and an 
experienced supervisor in pre-observation conferences and the effects of the styles on 
the lesson plans by audio-recording the pre-observation conferences they conduct 
with student teachers and collecting lesson plans of student teachers. Using the 
frequencies of all behaviors, the supervisory styles of the supervisors were detected 
and the behaviors of the novice and experienced supervisor were compared. 
Moreover, student teachers‟ lesson plans on which the supervisors gave feedback in 
the pre-observation conferences were compared with the transcripts of the 
conferences in order to find the effects of supervisory styles on lesson plans. The 
analysis of the data showed that the novice and the experienced supervisor applied a 
wide range of behaviors; there were some similarities and differences between them. 
The lesson plans of student teachers revealed that the student teachers applied 
changes in their lesson plans after pre-observation conferences. A number of 
implications were drawn from the study for pre-service teacher education, teaching 
practicum and the training of supervisors.   
 




The practice teaching course or practicum is the major opportunity for the student teacher to acquire 
the practical skills and knowledge needed to function as an effective language teacher. That‟s why the 
practicum or practice teaching experience is the central component in many teacher education 
programs. “The culminating or capstone practicum in teacher preparation is typically student teaching 
in which the candidate gradually assumes total teaching responsibility under the joint supervision of a 
cooperating teacher and a university supervisor” (Huling, 2001:5). Since practicum is a key aspect of a 
teacher education program; a poor practicum experience may be of little or no value (Beck & Kosnik, 
2002). 
 
Supervisors are key figures in supervision since they help student teachers move toward an 
understanding of effective teaching and they are responsible for the growth of student teachers. They 
are expected to provide a model of instruction, a source of support, feedback and evaluation (Shantz 
& Brown, 1999). Therefore, the ability to form and sustain a good relationship between a student 
teacher and a supervisor is more important than certain knowledge and skill factors. During 
practicum, supervisors supervise the students before and after the students engage in practice 
teaching. They act as mediators between university and schools where practice teaching takes place 
by facilitating dialogue between the student teachers and cooperating teachers and by negotiating 
between the student teachers‟ current thinking and the existing classroom practices (Freidus, 
2002:75). Being the most important part of teacher education, the role of supervisors in practicum 
process become central since supervisors develop student teachers‟ cognition that underlie their 
professional knowledge and performance. Thus, they help student teachers make sense of their work 
in ways that will translate into future practice (Koerner & Rust, 2002). 
 
Conferencing between the supervisor and the student teacher is one of the critical activities between 
supervisors and student teachers in supervision process. They are good opportunities to develop some 
specific aspect of the student teacher‟s performance such as teaching procedure, development of 
plans and ideas, or the acquisition of information about school, teaching or pupils. A conference helps 
student teachers view their role more clearly, and it provides the needed direction for better action. 
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Weller (2001) points out that conferences conducted on a regular basis in an area free from 
distractions can provide a valuable vehicle for continuous feedback and promote an interchange of 
ideas. 
 
Supervisors conduct pre-observation conferences where they give feedback on student teachers‟ 
lesson plans. Student teachers make necessary modifications in their lesson plans and then 
supervisors observe their actual teaching in class. In post-observation conferences, supervisors reflect 
about their observations, comment on student teachers‟ teaching and plan about future teaching. 
Supervisors‟ knowledge needs to be accompanied by interpersonal skills for communicating with 
student teachers and technical skills for planning, assessing, observing and evaluating instructional 
improvement (Glickman, Gordon & Ross-Gordon, 2004).  
 
Research suggests that lesson plans are essential ingredients of effective supervision process and they 
constitute the core of pre-observation conferences. For Toney (1991) a lesson plan is a road map and 
it includes introduction, body, opportunity for questions, and summary parts. Although there are 
variations on lesson planning, the aim is to achieve instructional competence in the classroom. For 
Weller (2001), planning efforts foster candid communication between supervisor and intern, and 
provide the intern with a “road map” which becomes the foundation for more comprehensive 
planning. Through making available a series of lesson plans and demonstrating their use in the 
classroom, the supervising teacher provides an example for expediting the transition of the intern 
from the role of an observer to that of a practitioner. By emphasizing the need for planning for 
instruction, the supervising teacher assists the intern in developing instructional objectives, selecting 
appropriate audio-visual material to support and facilitate instruction, incorporating a variety of 
teaching strategies into the instructional program and using student test results as a basis for 
planning for instruction (Weller, 2001:215). 
 
Supervisors have different styles and behaviors in supervising student teachers and their styles may 
be called as nondirective, collaborative, directive informational and directive control. These categories 
permit for varying degrees of guidance by the supervisor and for varying degrees of ownership by the 
student teacher (see Figure 1). In the directive approach, the outcome is a supervisor-assigned plan. 
With the directive informational approach, the outcome is a supervisor-suggested plan. For the 
collaborative approach, the outcome is a mutual plan, for the nondirective approach the outcome is a 
student-teacher self-plan (Rettig, Lampe & Garcia, 2000). Glickman, Gordon and Ross-Gordon (2004) 
have developed a supervisory behavior continuum to focus the supervisor‟s tasks and relationships 
with student teachers in these four categories (see Table 1 for a detailed continuum of behaviors and 
their definitions). They also categorize each style in terms of behaviors and they claim that these 10 
behaviors seem to appear in every style but with a different sequence.   
Figure 1 
 1 2 3 4 5 6 7 8 9 10 
Listening Encouraging Presenting Negotiating Standardizing 
T Clarifying Reflecting Problem Solving Directing Reinforcing 
t 
 
s Nondirective Collaborative Directive-Informational Directive 
S 
Note: T: Maximum teacher responsibility 
 t: Minimum teacher responsibility 
 s: Minimum supervisor responsibility 
 S: Maximum supervisor responsibility 
 
Nondirective supervision is based on the assumption that an individual teacher knows best what 
instructional changes need to be made and has the ability to think and act for his or herself. The role 
of the supervisor is that of listening, clarifying, encouraging, and reflecting. The student teacher 
makes the decisions, taking responsibility for analyzing the lesson and identifying the changes that 
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may occur for the next lesson. The non-directive approach is usually used with student teachers who 
are at a higher developmental stage and thus take responsibility for how the teaching process impacts 
student achievement.  
 
The collaborative supervision shifts some of the responsibility to the supervisor, where the intern or 
intervention teacher has input on the decision-making process, but it is a shared process. The role of 
the supervisor is presenting, problem-solving, negotiating, and demonstrating a shared responsibility 
for planning changes for the next lesson. Student teachers for whom the collaborative approach is 
best are usually at a middle stage of development, where they have mastered the management 
strategies, and are able to focus on instructional needs of students. They are looking for new ideas, 
and will be ready to explore a variety of approaches to teaching and learning. Suggestions and 
guidance from the supervisor will be welcomed, but the student teachers will also be capable of 
critiquing their own attempts to implement new ideas.  
 
Directive supervision includes the high level of supervisor responsibility since the supervisor gives 
directions and establishes specific goals for the student teacher. It can be divided into two types as 
directive informational and directive control.   
 
Directive informational supervision is used to direct student teachers to consider and choose from 
clearly defined alternative actions. The supervisor still acts as the information source, but asks for and 
considers student teacher feedback. Supervisors are also careful to allow for several alternative 
actions for improvement to be implemented by the student teacher that fall within a set of criteria 
established by both parties. The student teacher is allowed to exercise some control in this process. 
As Block, Korth and Lefebvre (2003) point out this approach is best when the person in authority is 
thought to have credible knowledge to solve the problem, and has the trust of the teacher as a 
reasonable person to take advice from in the situation. The supervisor constantly takes a very active 
role in terms of “framing the direction and choice of the teacher” and s/he utilizes such supervisory 
behaviors as reinforcing, standardizing and directing, but is more open to suggestions from the 
student teacher. Directive control supervision is used to clearly transmit supervisor expectations to 
teachers. The supervisor should be demonstrating new ideas, directing the conversation toward 
suggested changes, and reinforcing pieces that were successful and should be maintained. The 
conference is directed and controlled by the supervisor and the supervisor takes maximum 
responsibility for determining the next plan of action. The supervisor makes direct statements and 
suggestions to the student teacher regarding his/her teaching performance and subsequent changes. 
Although discussion should occur between the supervisor and the intern, the ultimate decisions of 
what should occur next are made by the supervisor. The directive approach is usually used with 
student teachers who are struggling at a low stage of development, and are attempting to implement 
management and basic instructional strategies in order to survive in the classroom (Glickman, 1990). 
    
In the light of the findings stated above, this study aims to answer the following research questions: 
1. What are the supervisory styles/behaviors employed by the novice and experienced 
supervisor in pre-observation conferences? 
2. What are the differences between the novice and the experienced supervisor in terms of 
supervisory styles? 
3. Are there any differences or similarities between the pre-observation conferences carried 
out at the beginning and at the end of the practicum in terms of styles?  






The subjects of the study were an experienced and a novice supervisor who were supervising 6 
student teachers. The novice supervisor was working at English Language Teaching Department of 
Education Faculty, Anadolu University. He had been working as an instructor for 2 years, and as a 
supervisor for a year in the same department at the time of the study. He had some sort of 
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apprenticeship on how to conduct supervisory conferences, especially on how to give feedback to 
student teachers‟ lesson plans in the pre-observation conferences. In this process, he firstly observed 
an experienced supervisor (who was teaching English for 20 years and was a supervisor and teacher 
trainer for 15 years) while she was giving feedback to student teachers, then the student teachers 
started bringing their lesson plans to him and he gave feedback to their plans. After that another 
novice supervisor, the experienced supervisor and the novice supervisor in this study started to give 
feedback to lesson plans together.  
 
The novice supervisor was given a consent form in which he accepted to participate in the study in 
Spring Term of 2003-2004 academic year. Other participants of the study were randomly selected 6 
student teachers of the novice supervisor. Three student teachers held pre-observation conferences as 
a group but the supervisor gave one-to-one feedback to them.  
 
The experienced supervisor was working at English Language Teaching Department of Education 
Faculty, Anadolu University. She had been working as an instructor for 13 years, and as a supervisor 
for 10 years in the same department at the time of the study. She also had apprenticeship at the 
beginning of her career as a supervisor. The same experienced supervisor guided her in giving 
feedback to the lesson plans and their relationship with the supervisor was like master/apprentice. 
She stated that the experienced supervisor was a good model for her and she modeled her when she 
gave feedback to student teachers. The experienced supervisor also signed a consent form in which 
she accepted to participate in the study in Spring Term of 2003-2004 academic year. Other 
participants of the study were randomly selected 6 student teachers of the experienced supervisor.  
 
DATA COLLECTION  
 
Before collecting the data for the study, a pilot study was carried out with one supervisor and 6 
student teachers in the Fall Term of 2003-2004 academic year. The pilot study lasted for two weeks. 
The supervisor conducted interviews with 6 student teachers prior to lesson observation and gave 
feedback on their lesson plans.   
 
The actual study was carried out with 12 fourth year students (student teachers) and two supervisors 
at English Language Teaching Department of Education Faculty, Anadolu University in Spring Term of 
2003-2004 academic year. The initial pre-observation conferences were held in the second and third 
week of March. The last two conferences were held in the last week of May and the first week of 
June. Each conversation lasted for 20-30 minutes. The student teachers were in groups of three but 
the pre-observation conferences were carried out individually. The rationale of recording the 
conferences at the beginning and at the end of the practicum was to find if there was a change in 
supervisory styles or behaviors of the supervisors during the practicum. Since the practicum lasted for 
3 months, there might be changes in the styles of the supervisors due to the development of student 
teachers.   
 
A total of 96 pre-observation conferences were recorded and transcribed. Furthermore, first and 
second drafts of the lesson plans in each pre-observation conference were taken in order to see if the 
student teachers made necessary changes in their plans according to the feedback they received in 
pre-observation conferences. Second drafts of the lesson plans were investigated in detail and they 
were compared with the transcript of the conferences in order to find what type of supervisory 
behaviors caused student teachers to make changes in the plan. 
 
DATA ANALYSIS  
 
The data obtained in the pilot study were transcribed first and the supervisory behaviors were 
detected according to Glickman, Gordon and Ross-Gordon‟s (2004) categorization. On deciding the 
categorization of behaviors, a meeting was held with three experienced supervisors after the 
behaviors were categorized individually by them and by the researcher. The supervisors and the 
researcher discussed the categories and came to an agreement.  
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The data of this study were analyzed both qualitatively and quantitatively. In order to identify 
supervisory behaviors of the supervisors, the transcribed data were divided into meaningful chunks in 
order to identify idea units more easily. The notion of „idea unit‟ which consists of a phrase, a 
sentence or a number of sentences was taken into account in the analysis of the data. Each idea unit 
contained a clearly distinguishable idea. As Tsui et al. (2001) state, the analytical unit should be 
informative in terms of the content of supervisory talk. As the focus of the study was supervisors‟ 
feedback, the supervisors‟ speech was written in bold in order to detect the behaviors easily. After 
that the researcher started to analyze the data according to Glickman, Gordon and Ross-Gordon‟s 
(2004) categorization. Their categorization consisted of 10 behaviors: listening, clarifying, 
encouraging, reflecting, negotiating, problem solving, presenting, directing, standardizing and 
reinforcing (see Table 1). At the same time another rater also read all the transcripts of the 
conferences and detected the behaviors of the supervisors. For instance, directing was categorized as 
an idea unit; the phrases or sentences which express direction were detected. Since the focus of the 
study was investigating supervisory styles and behaviors of the supervisors, student teachers‟ 
behaviors and speech were not given much emphasis in analyzing the data. While the analysis process 
was going on, some other behaviors emerged which did not exist in Glickman, Gordon and Ross-
Gordon‟s (2004) checklist. These emerging categories were analyzed by the two raters separately. 
Then, the two raters had a meeting to decide the final wording of the new categories. Inter-rater 
reliability was found to be 86% (Pearson correlation coefficient) and since values greater than 0.70 
are typically acceptable for consistency estimates of inter-rater reliability, the reliability score was 
acceptable.   
 
As a second step, the first and second drafts of the lesson plans were compared and the changes 
were identified. After that the lesson plans and the transcripts of the conferences were compared in 




Comparison of the novice and the experienced supervisor 
 
The results reveal some similarities and differences between the novice and experienced supervisor. 
Similarities include the use of certain behaviors more than the others such as clarifying, reflecting and 
directing behaviors. Although their percentages differ between the novice and experienced supervisor, 
these categories outweigh the other categories.  
 
Both the novice and experienced supervisor seem to apply an eclectic supervisory style since they do 
not stick to one style and use the behaviors typical of that style and use them with every student 
teacher in every conference. Instead, they employ a wide range of behaviors. For instance, they use 
directing that is a typical category in directive control and directive informational style, clarifying and 
reflecting that are typical categories in collaborative style. It was interesting to reveal that both 
supervisors did not use behaviors that were typical to nondirective style.  
 
When the number of the behaviors in the first and the last pre-observation conferences are compared, 
it is seen that there is a decrease in the number. This decrease has support in literature. The results 
of Sinclair‟s (1997) study suggests that student teachers face intensive application of supervision at 
the beginning of the practicum and then a gradual decrease as the student teacher matures as a 
teacher. She claims that it is not to be expected that the frequency of the supervisory practices should 
be maintained or increased but rather it should be expected that supervision should gradually 
decrease as student teachers gain in confidence as teachers.  Supervisors give a lot of support and 
help initially, both with what to teach and with techniques and materials to use; this detailed guidance 
is often gradually withdrawn as trainees‟ ability increases in identifying the students‟ language needs 
and in preparing activities and materials to satisfy them (Gower et al., 1995).   
 
One of the differences between the supervisors is the length of pre-observation conferences. The 
conferences the novice supervisor carried out lasted for about 30 minutes while the conferences the 
experienced supervisor carried out lasted for about 15-20 minutes. Thus, the idea units emerged in 
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each supervisor‟s conference were different. These differences may stem from the supervisors as well 
as from student teachers. In order to find the causes of this difference, lesson plans of the student 
teachers were also collected and checked. It was found out that the student teachers who had 
conferences with the novice supervisor prepared very detailed lesson plans so their conferences lasted 
longer compared to the conferences of experienced supervisor. Furthermore, the novice supervisor 
seemed to give feedback on every aspect of the lesson plan in detail. However, the lesson plans of 
some of the student teachers who had conferences with the experienced supervisor were short. They 
were criticized by the supervisor because their plans lacked the necessary qualities of lesson plans 
(e.g. overall and behavioral objectives warm-up part, wrong instructions, etc.). As a result, the 
experienced supervisor applied fewer behaviors in the conferences. 
 


















Listening for the silence 
Listening reflectively 
Listening attentively using acknowledgment tokens such as 
„uh huh‟ and „um‟. 
 
Clarifying the issue using paraphrases or restatements  
Asking questions and statements to clarify the speaker‟s 
point of view such as “Do you mean that?”  “Would you 
explain this further?” “ I‟m confused about this “ “I lost you 
on…” 
Supporting students to draw conclusions 
Providing acknowledgment responses that help the speaker 
continue to explain his or her positions: “Yes, I‟m following 
you.” “Continue on.” “Ah, I see what you are saying.”  
 
Looking back at the work and synthesize 
Incorporating what the other speaker says in one‟s own 
talk 
Summarizing and paraphrasing the speaker‟s message for 
verification of accuracy: “I understand that you mean…” 



















Arriving at consensus and building commitment 
Discussing the consequences of each proposed action or 
narrowing down choices with questions such as: “Where 
do we agree?” “Can we find a compromise that will give 
each of us part of what we want?” 
 
Identifying instructional problems and determining how the 
problems will be addressed. 
Generating a list of possible solutions such as: “Let‟s stop 
and each write down what can be done.” “What ideas do 
we have to solve this problem?” “Let‟s think of all possible 
actions we can take.” 
 
Giving the ideas about the issue being discussed: “This is 





Telling what is to be done: “I have decided that we will 
do…””I want you to do..” 
 
Standardizing the subsequent course of action 
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Setting the expected criteria and time for the decision such 
as: “By next Monday, we want to see..” “Report back to 
me on this change by…”  
 
Reinforcing the student‟s assessment of the situation and 
the subsequent course of action using praise such as: “I 
know you can do it! 
 
In terms of the variety of behaviors, the novice supervisor seemed to apply all the categories 
suggested by Glickman, Gordon and Ross-Gordon (2004). The emerging categories, checking 
understanding, humor, giving examples, were also found out in novice supervisor‟s conferences. The 
categories such as clarifying, reflecting and directing were mostly used by the novice supervisor. In 
terms of clarifying, the novice supervisor‟s use of this behavior decreased in the last pre-observation 
conference but it was still the mostly used category. In terms of reflecting, the number was very high 
in pre-observation conference 1, there was a decrease in pre-observation conference 2 and 3, and an 
increase in the last conference. The supervisor may have wanted to be a model for student teachers 
to be reflective by applying reflecting type of behaviors. As Blase (1998) suggests the process of 
reflective practice is a potentially powerful enhancement to supervisor-teacher interaction and the 
development of reflection skills requires verbal support and modeling. Verbal guidance and modeling 
of metacognitive and reflective thinking are critical to a teacher‟s development of reflection skills. This 
has implications not only for aspiring teachers, university supervisors, cooperating teachers, and 
teacher educators, but also for principals who supervise pedagogy and student academic achievement 
(Glasner, 1997; Manning & Payne, 1996; cited in Blase, 1998). 
 
Directing type of behaviors were applied more in the second conference than the first conference, and 
the number decreased in the third conference but increased in the fourth conference. However, the 
novice supervisor applied the other categories in the conferences but their percentages were low 
compared to reflecting, directing and clarifying categories. These were negotiating, presenting, 
reinforcing, checking understanding. The novice supervisor preferred to use presenting behavior in 
giving suggestions or his ideas, and he tried to negotiate with student teachers as much as possible. 
He also tried reinforcing type of behaviors a lot using praise to appreciate the work of student 
teachers and this type of behaviors were used more in the first two conferences. The novice 
supervisor might have wanted to decrease the anxiety of student teachers by using supportive 
remarks. This result matches with John and Gilchrist‟s (1999) study which has demonstrated that the 
effective supervisor is one who recognizes and reacts in an appropriate way to the student‟s state of 
mind. In a conference it is just as important to listen as it is to talk. It is vital, when presented with a 
student in an anxious state, to elicit their perceptions and bolster their confidence with supportive 
remarks (John & Gilchrist, 1999). 
 
The novice supervisor used phrases or words to check if student teachers understood the feedback he 
gave. In terms of reminding category, it was used more in the first two conferences but the number 
decreased in the last two conferences. This may be due to the student teachers‟ development as 
future teachers and the supervisors may not have needed to remind them their previous courses or 
previous parts in the lesson plans under discussion. As stated before, the novice supervisor did not 
employ standardizing in the third and fourth conferences because he may have thought that student 
teachers achieved a level of competence as teachers at the end of the practicum process.  
 
The experienced supervisor, on the other hand, applied certain behaviors such as clarifying, reflecting 
and directing mostly and used other categories fewer than them. Clarifying was again the mostly used 
category and the use of reflecting behaviors increased near the end of the practicum, and the number 
of directing behaviors decreased at the end of the practicum. Directing type of behaviors were mostly 
in direct style; there were a few indirect style and confirmation types. The number of negotiating and 
presenting were not as much as the first three behaviors but their numbers were high compared to 
other categories. Moreover, reinforcing, checking understanding, reminding and humor categories 
were not used as much as they were used by the novice supervisor. The categories such as listening 
and giving examples were not used at all by the experienced supervisor. In terms of listening 
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behavior, the supervisor may have listened to the student teachers and may have showed it 
nonverbally. Although verbal behaviors such as asking questions and making nonjudgmental 
comments are vital, Burgoon (1994; cited in Chamberlain, 2000) claims that almost 70% of meaning 
is conveyed through nonverbal messages in adult communication. Although the results reveal that the 
supervisor did not use listening type of behaviors, it is difficult to detect whether she used nonverbal 
behaviors. 
 
As mentioned before, a new category named as reproaching emerged in the data. The experienced 
supervisor scolded some student teachers because she criticized some student teachers as being lazy 
and not preparing lesson plans carefully. There is another striking point with the experienced 
supervisor. That was her intonation when talking to student teachers. Her intonation was sarcastic 
and reproachful with all student teachers, especially with the fourth, fifth and sixth student teachers.         
 
As a result, it can be said that there are a few differences between the novice and the experienced 
supervisor. This finding is consistent with Borders (1994) who states that comparison studies have 
yielded few differences between novice and experienced supervisors; more experienced supervisors 
seem to use more teaching and sharing behaviors, and they and their supervisees are more active. 
However, novice supervisors have been found to be as effective as experienced supervisors.    
 
The changes in the lesson plans 
 
In order to find if there were any changes in the lesson plans according to the feedback in the 
conferences, the first and the second drafts of lesson plans of 6 student teachers were collected. The 
lesson plans that were brought to conferences were called as first drafts since the supervisors 
commented on the plans and then the student teachers made necessary changes and prepared 
another draft (second drafts) of the lesson plans.  
 
In checking the lesson plans, the transcripts of conferences were also looked at. When the first and 
second drafts of the lesson plans of 6 student teachers who were supervised by the novice supervisor 
were checked, it was seen that the changes included the changes in the activities, the time of 
activities, the wording of behavioral or overall objectives. In the second drafts of the lesson plans, 
there were various activities designed according to the supervisor‟s feedback in the pre-observation 
conferences. It was seen that every feedback given by the supervisor resulted in changes in the 
lesson plans. As a result, the second drafts of the lesson plans were more detailed and better than the 
first drafts. The student teachers appeared to add activities, change the order of activities in students‟ 
books, add pictures or photographs, change the number of items in an exercise, add handouts for 
students and change the wording of instructions that were difficult to understand. 
 
When the lesson plans of 6 student teachers who were supervised by the experienced supervisor were 
checked, it was found out that the changes were applied in the activities, in the order of the activities 
and in the wording of instructions. The second drafts of the lesson plans seemed to include more and 
varied activities, pictures or handouts. However, the supervisor did not like the fifth student teacher‟s 
third plan so he did his plan again and made changes. The supervisor found the activities very boring 
and not communicative. Thus, student teacher 5 tried to add more communicative and enjoyable 
activities in his plan.     
 
Supervisory styles/behaviors leading to changes  
 
In order to answer the fourth research question, the first and second drafts of the lesson plans were 
checked for each student teacher for each conference. The transcripts of lesson plans and the actual 
plans were compared to find the behaviors or styles that led to changes. 
 
The lesson plans of student teachers who were supervised by the novice supervisor 
 
Considering the 6 student teachers‟ lesson plans, the overwhelming category was directing but its 
frequency changed according to the student teachers. It was found that most changes took place 
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when the supervisor directly told student teachers what to do and how to do. Although directing was 
not the mostly used category in pre-observation conferences, the lesson plans revealed that it was 
directing category that led to changes. In terms of sub-categories of directing, direct style was the 
mostly preferred one, and indirect style and confirmation were used very little compared to direct 
style. However, the categories such as reflecting, presenting, clarifying (in the form of explaining 
supervisor‟s own point), reminding, problem solving and standardizing were used slightly. 
Confirmations and clarifications generally came after directing; when the novice supervisor told a 
student teacher what to do, he tried to get a confirmation from the student teacher or he explained 
why he wanted student teacher to do changes in the plan. Thus, he clarified his directing behavior. 
Sometimes the novice supervisor used indirect statements to direct student teachers when he wanted 
student teachers realize what they were going to do and these statements led changes in the plans. 
Some of the plans were well designed and there were not many changes to apply so the novice 
supervisor used reinforcing statements a lot in giving feedback to those plans.  
 
The lesson plans of student teachers who were supervised by the experienced supervisor 
 
When the lesson plans were checked, it was seen that the behavior that led to changes mostly was 
directing. Like the novice supervisor, the experienced supervisor also told student teachers what to do 
directly. Directing was carried on as direct style and there were few indirect style behaviors. 
Presenting also led changes in the lesson plans. The supervisor gave suggestions or ideas to student 
teachers and her suggestions caused changes in the lesson plans. Other categories such as 
standardizing, reflecting, reinforcing, clarifying and reproaching were used but their number was low 
compared to directing. As mentioned before, the experienced supervisor‟s intonation was clear even 
when she was using reflecting and clarifying type of behaviors. 
  
To sum up, clarifying, reflecting and directing were the behaviors that outweighed the others. Both 
the novice and the experienced supervisor used these three behaviors mostly in the conferences. 
These behaviors they used were the typical behaviors in directive control, directive informational and 
collaborative styles. They were eclectic in this sense. The analysis of the data revealed that there was 
a decrease in the use of behaviors by both the novice and the experienced supervisor near the end of 
the practicum. However, the two supervisors differed in terms of the length of the conferences and 
the variety of behaviors. Almost all the behaviors in Glickman, Gordon and Ross-Gordon‟s (2004) 
categorization were employed by the novice supervisor whereas some of them were used by the 
experienced supervisor. The emerging categories such as checking understanding, reminding and 
humor were used by the novice and the experienced supervisor. Giving examples was employed by 
only the novice supervisor while reproaching was used by only the experienced supervisor.     
 
In terms of the behaviors that caused changes in the lesson plans, directing was the mostly used 
behavior. It can be said that directive control style outweighed the other styles in affecting the 
changes in the lesson plans. The use of directing type of behaviors by the novice and experienced 
supervisor to direct student teachers to make changes in the lesson plans has some support in 
literature. The use of directing behaviors is typical to teachers or groups of low developmental levels, 
expertise and commitment. As Glickman, Gordon and Ross-Gordon (2004) state, the above mentioned 
type of teachers have difficulty defining problems, have few ways of responding to problem and are 
unlikely to accept decision making responsibility. They clearly are in need of the structure and 




This study tried to reveal the styles of the supervisors in pre-observation conferences and the effect of 
these styles on the lesson plans. The study showed that the student teachers apply changes in their 
lesson plans according to the feedback given by the supervisors in the pre-observation conferences. 
 
When the novice and the experienced supervisor‟s behaviors were taken into account, it was seen that 
there were some similarities and differences in the use of supervisory behaviors and styles. The novice 
and the experienced supervisor used most of the behaviors in Glickman, Gordon and Ross-Gordon‟s 
273 
2nd International Conference on New Trends in Education and Their Implications 
27-29 April, 2011  Antalya-Turkey                                                          www.iconte.org 
 
 
Siyasal Kitabevi, Ankara, Turkey, 2011   ISBN: 978-605-5782-62-7 
 
 
(2004) categorization. Mostly employed behaviors were directing, clarifying and reflecting. Thus, the 
styles they used were Directive Informational, Directive Control and Collaborative. They seemed 
flexible and eclectic because they changed their behaviors according to student teachers‟ needs. 
According to Glickman, Gordon and Ross-Gordon (2004), the supervisor must choose his or her 
approach on a case-by-case basis, relying on the knowledge base on teacher characteristics, recent 
observations of and interactions with the teacher or group, and analysis of the current situation. They 
further claim that the ultimate supervisor flexibility is the ability to “shift supervisory gears” and 
effectively use an approach not originally planned because of new discoveries about teachers or the 
situation at hand; successful supervisors must be able to think on their feet and flex accordingly 
(Glickman, Gordon & Ross-Gordon, 2004:150). 
 
On the other hand, there were differences in the frequency and variety of the behaviors; the novice 
supervisor seemed to apply all the categories suggested by Glickman, Gordon and Ross-Gordon 
(2004) and he used more behaviors compared to the experienced supervisor while the experienced 
supervisor did not apply all the categories and the behaviors that she used were fewer than the 
behaviors that the novice supervisor used. The differences were slight compared to the similarities. 
Although the two supervisors were labeled as novice and experienced, and they differ in terms of the 
years of teaching, there were not many differences between them.  It can be inferred that the two 
supervisors were the graduates of Education Faculty, English Language Teaching Department of 
Anadolu University and they had undergone the same training before they became teachers. 
Therefore, there were not many differences between them. 
 
The categories used in this study were the categories that take place in post-observation conferences 
but these categories were applied to pre-observation conferences in this study. Thus, it is evident that 
the pre-observation conferences were supervisor-dominant and some categories such as listening and 
encouraging were not used a lot by both supervisors. 
 
In terms of the behaviors used in the pre-observation conferences that were held at the beginning 
and the pre-observation conferences that were held at the end of the practicum, both the novice and 
the experienced supervisor seemed to apply the same behaviors throughout the practicum process 
and their behaviors in the first two pre-observation conferences and in the last two pre-observation 
conferences did not change. Their styles were Directive Informational, Directive Control and 
Collaborative. However, there was a decrease in the number of behaviors towards the end of the 
practicum. This decrease may be due to the development of student teachers and their perceptions. 
Gebhard (1990) states that student-teachers change in the positive direction throughout the 
practicum in setting up and carrying out lessons. He also points out that student teachers are more 
successful in selecting the content of their lessons as time passes. When they focus on language itself 
at the beginning of the practicum, they tend to focus on more „real life‟ concepts which is the 
consequence of student teachers‟ interactions with students, their teaching partners, mentors and 
supervisors. It can be inferred from this study that student teachers change as the time passes. 
Supervisors tend to give less feedback towards the end of the practicum so the number of behaviors 
supervisors use decreases near the end of the practicum. This change may be in teaching and 
planning skills of student teachers or in their perceptions of the practicum (Gebhard, ibid.).      
 
It can also be inferred that supervisors may have trained the student teachers just like themselves. 
They reduced their criticism because the student teachers kept up with them and tried to imitate their 
supervisors since they see the supervisors as role models. Halbach (2000) states that it is quite 
important to find an appropriate teaching methodology in teacher education courses since student 
teachers are likely to take teacher trainers‟ teaching behaviors as models for their own teaching. 
 
The style that caused the changes in the lesson plans was Directive Control and the mostly used 
behavior was directing. It can be inferred that student teachers tried to do what their supervisors told 
them to do since incorporating changes from the Directive Control style was more straightforward and 
easier to incorporate. This finding is consistent with the studies that have been conducted in terms of 
pre-service teachers‟ preferences of supervisory approaches (Zonca, 1973; Vudovich, 1976; Copeland 
& Atkinson, 1978; Copeland, 1980; Lorch, 1981; cited in Glickman, Gordon & Ross-Gordon, 
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2004:205). Findings of these studies reveal that most pre-service teachers wanted a supervisor to tell 
them precisely what changes they could be expected to make to improve instruction. Glickman, 
Gordon and Ross-Gordon (2004) claim that neophyte teachers (student and beginning teachers) 
prefer their supervisors to apply a directive informational approach or collaborative approach at the 
beginning of the practicum. 
 
This study also implies the importance of reflection although student teachers did not have a lot of 
chances to reflect in pre-observation conferences except reflecting about their lesson plans. The 
supervisors in this study tried to be reflective as much as possible to be good role models for the 
student teachers. The results of the study indicate that reflecting type of behaviors were the most 
frequently used behaviors and by being reflective, the supervisors displayed exemplary behaviors to 
the student teachers. For Gebhard (1990), when student teachers are given the opportunity to reflect 
on their teaching behavior, they are also given the chance to evaluate their teaching and develop their 
decision making skills.  
 
Suggestions for Pre-Service Teacher Education 
 
Barone and his colleagues (1996) emphasize that new programs which will be effective in educating 
reflective practitioners will focus not only on structures, the sites or the proportion of time spent in 
theory courses or in practical settings, they will also focus on having a strong, coherent underlying 
conceptual basis which is grounded in what we know about how teachers learn to teach. Programs 
which purport to educate reflective practitioners will need to provide multiple opportunities for 
prospective teachers to articulate their philosophies of teaching and learning, to connect theory and 
practice, and to describe and analyze the social and cultural context of teaching (Barone et al, 
1996:50). 
 
According to Beattie (1997), as teacher educators we have to try out new ways to foster reflective 
practice, and we have to accept the uncertainties and ambiguities of real learning in our professional 
lives. The experience of doing so provides us with a setting for inquiry and continuous learning, and 
for modeling the process of inquiry of prospective teachers who must learn to create settings for 
shared inquiry and collaborative meaning making in their own classrooms. In order to do this, they 
first have to experience learning situations of their own, where collaboration replaces competition, 
where understanding replaces judgment and where connectedness replaces separation. 
 
Wiles and Bondi (2000) also state the importance of some basic training and experience criteria for 
persons becoming supervisors and the most important college courses recommended are: supervision 
of instruction, group processes and human relations, curriculum theory and development, educational 
measurement and evaluation, educational psychology, organization and administration of schools, 
educational research, philosophy of education, media and technology, sociology of education, history 
of education and anthropology of education. They further claim that there should be selection criteria 
for supervisors based on their training and experience. 
 
As Chamberlain (2000) points out, supervisors‟ good intentions may be influenced by time constraints 
or an overwhelming urge to give explicit directions. Even if verbal discourse is supportive, nonverbal 
behaviors could be sending another message. Supervisors need to be informed about their 
responsibilities in TESL programs where they teach a methodology course or supervise student 
teachers in practicum. As a profession, teacher educators must recognize the complexities of the 
teacher-supervisor relationship and take a close look at the current levels of preparation required of 
those assuming the duties of a supervisor. Recognizing the potential effects of communication styles 
in the teacher-supervisor relationship in relation to the goals of reflective practice offers a starting 
point for training and preparation. 
 
Suggestions for further research 
 
This study was conducted with two supervisors, a novice and an experienced one and 6 student 
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teachers for each supervisor. Further studies may be carried out with more supervisors and student 
teachers. 
 
The data of the study consisted of recordings of the pre-observation conferences and collection of the 
lesson plans on which supervisors gave feedback to student teachers. Other data collection techniques 
such as observation, interviews, questionnaires, reflection reports, etc. may be used in other studies. 
 
The transcribed data were analyzed by using a pre-determined category and only the supervisors‟ 
speech was analyzed. Further studies may be carried out by analyzing both the supervisors‟ and 
student teachers‟ speech. Discourse features (e.g turn-taking, requests, etc.) of the conferences may 
also be studied. 
 
This study was carried out during the second term for 3 months. More longitudinal studies can be 
carried out using more student teachers and supervisors.      
 
This study only dealt with pre-observation conferences. Further studies can be conducted related to 
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